R ¢ P O R T R E § U M E S

ED 017 394 RC 002 426
‘ SOCIOCULTURAL DETERMINANTS OF ACHIEVEMENT AMONG 1
” MEXICAN-AMERICAN STUDENTS. g
BY- ANDERSON, JAMES G. JOHNSON, WILLIAM H, '
NEW MEXICO STATE UNIV., UNIVERSITY PARK
FUB DATE MAR 68
ECRS PRICE MF-$0.25 HC-$1.88 45F.

DESCRIPTORS- ATTITUCES, BILINGUALISM, *CULTURE, CULTURAL
AWARENESS, CURRICULUM, DEFRESSED AREAS (GEOGRAFHIC),

ELEMENTARY GRACES, 4ENGLISH (SECOND LANGUAGE) , *LANGUAGE ]
ARTS, LANGUAGE SKILLS, LANGUAGE INSTRUCTION, MEXICAN ;
AMERICANS, NEEDS, RURAL SCHOOLS, RURAL AREAS, *SPANISH k
AMERICANS, SFANISH, SECOND LANGUAGE LEARNING, TEACHING; [

THE FRELIMINARY FINDINGS OF THE SOUTHWEST ECUCATIONAL
CEVELOPMENT LABORATORY'S MATHEMATICS FROJECT ARE FRESENTED IN
THIS MONOGRAFH. IN THIS FIRST PHASE OF THE FROJECT, AN
ATTEMFT 'NAS MADE TO IDENTIFY UNIQUE CHARACTERISTICS OF
MEXICAN AMERICAN FAMILIES THAT MAY AFFECT THE ECUCATIONAL
ACHIEVEMENT OF THZIR CHILOCREN. CATA WERE COLLECTEC AND
ANALYZED FOR 263 HIGH SCHOOL STUCENTS (GRACES 7-12) IN A
SOUTHWESTERN COMMUNITY. THE STUDENT QUESTIONNAIRE REVEALET 9
INDEFENDENT FACTORS CHARACTERIZING THE EMFHASIS THAT PARENTS
FLACE ON EDUCATION, THE LANGUAGE USED IN THE HOME, AND THE ;
| CHILDE'S SELF-IMAGE ANC ACADEMIC MOTIVATION. THE RESULTS OF A )
g FRELIMINARY ANALYSIS SUGGEST THAT MEXICAN AMERICAN CHILCREN
‘ MAY NOT HAVE AS MUCH CONFICENCE IN THEIR ABILITY TO SUCCEED
IN S5CHOOL AS THEIR CLASSMATES. FOR EXAMFLE, ACHIEVEMENT IN
 BOTH ENGLISH ANC MATHEMATICS AFFEARS 70 BE HIGHLY AFFECTED BY
THE CHILG'S CONFICENCE IN HIS ABILITY TO SUCCEEC IN SCHOOL
AND BY THE EMFHASIS THE FARENTS FLACE ON EDUCATION, WHILE HIS
MASTERY OF ENGLISH AFFEARS TO BE INFLUENCED BY THE LANGUAGE
SFOREN IN THE HOME AND BY THE FATHER'S EDUCATIONAL
BACKGROUND. IN CONTRAST, ACHIEVEMENT IN MATHEMATICS AFFEARS
70 BE RELATED IN THE STUDENT'S DESIRE TO ACHIEVE IN SCHOOL.
THE RESULTS OF THIS STLLCY SUGGEST THAT IT MAY BE FOSSIBLE TO ;
IMFROVE THE ACACEMIC PERFORMANCE OF MANY MEXICAN AMERICAN 1
CHILDREN BY FROPER DESIGN OF ECUCATIONAL FROGRAMS. (ES)

T e T s
> S




Koo o 4,

ww
O

Aruitoxt provided by Eic:

ED017394

Clearinghouse on

Rural

E ducation and
S mall

chools

New Mexico State University

LLas Cruces



U.S. DEPARTMENT OF HEALTH, EDUCATION & WELFARE
OFFICE OF EDUCATION

THIS DOCUMENT HAS BEEN REPRODUCED EXACTLY AS RECEIVED FROM THE
PERSON OR ORGANIZATION ORIGINATING 1T. POINTS OF VIEW OR OPIKIONS
STATED DO NOT NECESSARILY REPRESENT OFFICIAL OFFICE OF EDUCATION

POSITION OR POLICY.

SOCIOCULTURAL DETERMINANTS
OF
ACHIEVEMENT AMONG
MEZ%iCAN-AMERICAN STUDENTS

by
JAMES G. ANDERSON
Research Prnfessor of
Educational Administration
New Mexico State University

and
WILLIAM H. JOHNSON
Associate Professor of
Educational Administration
New Mexico State University
March 1968

Prepared for:
NATIONAL CONFERENCE OF EDUCATIONAL OPPORTUNITIES FOR MEXICAN-AMERICANS
April 25-26, 1968
Commodore Perry Hotel
Austin, Texas

Sponsored by:
ERIC Clearinghouse on Rural Education and Small Schools
New Mexico State University
Box 3AP, University Park Branch
Las Cruces, New Mexico
Telephone: 505-646-2623

A Unit of the Educational Resources Information Center
of the Bureau of Research, U.S.0.E.

© “"PERMISSION 1O REPRODUCE THIS
March 1968 COPYRIGHTED MATERiA! HAS BEEN GRANTED
BY C(}KG.A*\M 4. Wﬂ

T0 ERIC AND ORGANIZATIONS OPERATING
UMDER AGREEMENTS WITH THE U.S. OFFICE OF
EDUCATION. FURTHER REPRODUCTION OUTSIDE
THE ERIC SYSTEM REQUIRES PERMISSION OF
THE COPYRIGHT OWNER.”



It Nt R

PREFACE

This monograph piesents the preliminary findings of thc Southwest Educational
Development laboratory’s Mathematics Project. The first phase of the project has
attempted to 1dentify unique characteristics of Mexican-American families that may
affect the educational achievement of their children.

Data were collected and analyzed for 263 high school students in the seventh to the
twelfth grades in a Southwestern community. A factor analysis of the student
questionnaire revealed nine independent factors that characterize the emphasis that
parents place on education, the language used in the home, and the child’s self-image and
academic motivation.

Mexican-American families differ frem the other familics studied in several
important respects. Spanish appears to persist as the predominant language used in the
home even among families that have resided in the United States for four generations.
Also, as has been documented by other studies, the educational and occupational level of
the parents of Mexican-American children remain consistently low on the whole.

The English grades of Mexican-American children were found to be below those of
their classmates despite the fact that Mexican-American students evidenced a greater
desire to obtain good grades in school than their classmates. Moreover, there appears to
be little or no difference between Mexican-American families and other families with
respect to the amount of emphasis on education that the child experiences in the home.
One would suspect that language difficulties continue to impair the academic
performance of these children despite the high educational aspirations of parent’s and
child.

Furthermore, the results of a preliminary analysis suggest that Mexican-American
children may not have as much confidence in their ability to succeed in school as their
classmates. This low level of self-confidence among Mexican-American high school
students may be largely an outgrowth of the students’ experiences in the school,
although, conclusive evidence concerning this point is presently lacking.

Achievement in both English and mathematics appears to be highly affected by the
child’s confidence in his ability to succeed in school. Also, the emphasis that parents
place on education is directly related to the child’s level of performance in both subjects.

The student’s mastery of English as taught in the school, appears to be influenced by
the language spoken in the home and by the father’s educational background. In contrast,
achievement in mathematics appears to be related to the student’s desire to achieve in
school.

The results of this study suggest that it may be possible to significantly improve the
academic performance of many Mexican-American children by designing educational
programs that directly attempt to improve children’s confidence in their ability to fulfill
the expectations of their parents and the school.

The authors wish to express their appreciation to Ronald Purtle, Graduate Assistant,
Department of Psychology, Ncw Mexico State University, for supervising the ccllection
of the data for this project; Theodo:c Brough, Jonathan Curtis, Keith Edwards, Francis
Evans, R. C. Garner, James Gunnell, Robert Lange, Ruth Legg, Eric Lindell, Thomas
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Linton, Elizabeth Lyle and Timothy Pettibone, doctoral fellows in the Educational
Research Training Program at New Mexico State University; James Howell and John
Munson, Graduate Assistants with the ERIC Clearinghouse for Rural Education and Small
Schools, New Mexico State University; and Mrs. Lona Purtle, Computer Programmer, for
their assistance in analyzing the data, Miss Palma Lynn Ross and Mr. Stanley Ball,
Department of Mathematics, University of Texas (El Paso), Dr. E. Glenadine Gibb,
Department of Mathematics, University of Texas (Austin) and Mr. David Wallace, other
members of the Southwest Educational Development Laboratory’s Mathematic Project,
for their assistance and criticism; Douglas Haden of the Computer Center and the staff of
the Research Center at New Mexico State University for their assistance with the
preparation of this monograph; and the staff of the public schools in the commurity
studied for their cooperation and assistance in the development of the student
questionnaire.
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INTRODUCTION

One of the largest ethmre sub-groups in the United States consists of the
Spanish-speaking Approxumatcly cighty percent of the estimated total Spanish-speaking
group of 3,600,000 reside in the Southwest. The largest concentrations are in California
and Texas, nonetheless, in New Mexico Spanish-speaking people comprise forty percent
of the total population of the state. ]

While primarilty Mexiean in origin, the Spanish-speaking pcople of the Southwest are
not a homogenous group. They consist of recent immigrants from Mexico, commonly
referred to as Mexican-Americans, as well as families who trace their heritage back to
1598 when a Spanish scttlement was founded in Northern New Mexico. This latter
group proudly refer to themselves as Spanish-Americans.

Clustered in urban enclaves called barriog, this group of people provides much of the
agricultural labor force in the Southwest. They also hold in varying degrees to traditional
cultural patterns even after residing in the United States for several generations. These
patterns include such characteristics as (1) e phasis upon the central importance of the
family, (2) present-time orientation, (3) limited stress on material gains, (4) the father as
the authority figure, (5) the inferior position of women, (6) little value placed on forinal
education, (7) a fatalistic outlook on life, (&) and accommodating attitude toward the
solution of problems and, (9) an emphasis on being rather than doing.3

A number of studics have documented these unique cultural characteristics, yet few
have attempted to relatc these cultural charactenstics to the performance of
Mexican-American children in school Despite progress by the younger generation, an
extraordinary educational gap exrsts between Mexican-Americans and other children,
white and non-white. This is evidenced particularly by the low proportion of
Mexican-Americans completing high school or attendirg college.

The findings and 1nterpretations embodied in this paper reflect the preliminary
findings of the Southwest Educational Development Laboratory Project in Mathematics
being conducted in El Paso, Texas. The data reported here are from a pilot study
conducted in another Southwestern community

The design of the overall project reflects cxtensive emphasis upon identifying
cultural and social factors and variations among sub-groups of the population under study
(Mexican-Americans) and relating these cultural character:stics to success in mathematics.
The major purpose of the pilot study was to identify distinctive background variables and
to study differences among four gencrations of Mexican-Americans and bectween this
ethnic group and Anglo students.

The home environment is of central concern in this study; first, because of the
unique structure of the home among Mexican-American families; second, because
increasingly, the home cnvironment is being recognized as probably the most important
and pervasive determmant of educational development.

In this respect Dave? and Wolf® 1n their studies of the socialization process that
occurs in the homc have identified a number of varwbles that describe the home

environment 1n terms of achicvement press, language models, academic guidance, the
activities of the familv, the family’s intellcctual interests, and the family’s work habits.
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Dave found that his overall index of the home environment correlated .80 with a total
score on the Metropolitan Achievement Test. Wolf found a multiple correlation of .76
between these variables that describe the home environment and the Henmon-Nelson 1Q
test.

More recently, support for the pervasive influence of these background factors on
subsequent school achievement has been provided by one of the major concliusions of the
Coleman study; namely, that the largest portion of variation in achievement among
students who attend different schools is not due to differences in the school programs,
staff, and facilities, but rather is a consequence of variations in the background of
children when they first entcr school.” Moreover, Coleman’s data demonstrate that
children from various ethnic groups not only enter the school at a measurable
disadvantage as illustrated in Figure 1, but that the disadvantage becomes more
pronounced as they progress through school as measured at the twelfth grade level.

FIGURE 1
FIGURE 2

However, the contention that children from minority ethnic groups may be
inherently inferior seems implausible. Klienberg’s8 studies which also are supported by
Sheldon’s’ work emphasize that the difference is more likely an artifac'. of differences in
family background, cultural values, and socioeconomic statvs. For example, one of the
ways in which membership in a minority racial or ethnic group may depress educational
achievement and aspirations is by creating a home environment where there is an acute
feeling of lack of opportunity both in education and occupati()ns.10 This inability to
comprehend a means of translating aspiration into reality enhances the developnent in
the child of a negative self image. A study of male youths who had quit school and joined
the Job Corps would appear to support this observation.11 In accounting for their
disinterest in formal education, Gottlieb suggests that these youth fail to relate school
programs to their future vocational aspirations and expectations, Whatsmore, they meet
few adults who can assist them in clarifying or attaining their goals.

Ethnic minorities tend to display integrated cultural patterns that influence the
child’s response to school. Altering those patterns so that the child may have a better
chance of academic success, which, in turn, is closely tied to vocational success, is
extremely difficult. Understanding these cultural patterns and their effect on educational
achievement, then, is the central concern of this study.

DETERMINANTS OF ACHIEVEMENT AND ACHIEVEMENT MOTIVATIGN
DEMOGRAPHIC AND ECOLOGICAL FACTORS

By far, sociceconomic status has been used most frequently as a summary measure
of ecological and demographic variables that effect school performance. Lavin cites
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thirteen major studies that demonstrate this relationship.12 SES as measured by parents’
education, occupation, and income appears to summarize a large number of values,
attitudes, opinions, and patterns of behavior.

A number of these studies have clearly demonstratcd a relationship berween
intelligence and SES. 13 However, Wolf’s study shows that various measures of SES such
as parents’ education and occupation only correlate about .40 with a standard measure of
intelligence.14 In contrast, he found that intelligence correlates .76 with a set of variables
that describe the home environment. Friedhoff in another study related intelligence and
SES to grades as a measure of academic performance. 15 When intelligence was controlled,
however, the correlation between SES and grades dropped from about .40 to .25.

Achievement motivation also appears to be related to SES as demonstrated by
Rosen.l® Both factors were in turn related to high school grades. However, when he
controlled for achievement motivation, the relationship between SES and grades almost
disappeared. One would conclude from these studies that socioeconomic status is related
to academic performance but that a significant amount of variance in achievement is left
unaccounted for. It might be hypothesized however, that a combination of SES and
selected background variables might well account for a significant portion of the
achievement variance. The studies alluded to point out the difficulties of working with
single measures in an attempt to find predictors of achievement.

Achievement Motivation

A second major factor influencing achievement, again with roots in the family
environment, is the individual’s need to achieve. McClelland concludes as a result of his
studies of achievement motivation that:

The data we have to date strongly support the hypothesis that achievement
motives develop in cultures and in families where there is an emphasis on the
independent development of the individual. In contrast, low achievement
motivation is associated with families in which the child is more dependent on his
parents and subordinate in importance to them. 17

Another study of parental attitudes of first graders by Stendler, found achievement
to be related to parents’ aspirations for the child and the amount of assistance given to
the child in preparing for school. 18 Sears and Lewin’s studies of pre-school children
indicate that the level or rewards and expectations established by parents influences the
level of goals set by the child.!? This correspondence between parents’ and child’s
aspiration is further borne out by the work by Anderson20 and Jucknat21 with eight
year old and eleven year old children respectively.

Kahl explored the family influences on high school students in order to account for
different aspiration regarding colleg,e.22 He found that boys whose parents were
discontented about their own status encouraged their sons, to use education as a means of
social mobility. These children were highly motivated to overcome the obstacles to
attaining a college education.




Results of these studies sugaest that ethnocentrism may also restrict the aspirations
of members of an ethnic group. F o~ example, among Mexican-Americans the centrality of
the family may restrict mobility and vocational aspirations of children.

Achievement motivation in turn is related to academic performance. A number of
studies have demonstrated this fact at the college level but few have dealt with high
school students. Notably, Rosen found that scores on the Thematic Apperception Test
were related to high school grades.23 Also Bresee found a positive relationship between
aspiratior levels and achievement in another high school study.24 Again the evidence
suggests a moderate association between academic performance and achievement
motivation. Motivation, then, is a factor associated not only with the child’s performance
but appears to be an outgrowth of the child’s relationship to reference groups such as
parents and peers.

Self Concept of Ability

A number of investigations have explored the relationship between the child’s
self-concept of ability and his performance in school. Studies by Jersildzs, Reeder26,
Steven527, and Brookover and Thomas28 all demonstrate a significant relationship
between student achievement and positive self-image.

Another study compared highly intelligent high school students who differed greatly
in achievement.29 An adjective checklist was used to assess the student’s self-image. A
positive self-concept as indicated by adjectives related to academic work was found to be
the factor that differentiated the two groups. However, the relationship between
self-concept and achievement may be more complex than appears at first. A study by
McDavid suggests that academic success may result in a more positive self-image which, in
turn, may lead to increased success in school.30

Not too surprisingly the origins of self-image are to be found within the family.
Evidence of the family influence on self-concept of ability is provided by several studies.
For example, Jourard and Remy demonstrated that self-appraisal by children are highly
related to their perception of their parents’ appraisal of them.3! Also Ausubel found that
the level of children’s aspirations, their frustration, their ideational independence from
their parents, and tnc maturity of their personalities were all related to the children’s
perceptions of their parents’ valuation of them.32 The Brookover-Thomas study cited
earlier also found that self-concept of ability was significantly related to the perceived
evaluation of significant others, notably parents.3 3

One study demonstrated a relationship between seif-image and achievement and
achievement motivation. Martire found achievement motivation to be positively related
to the discrepancy between what a person thinks he is like and what he ideally aspires to
be. 34 This last study suggests that self-concept of ability is related to other factors that
affect academic performance. Significant others aiso include the role models found in the
schools. Such models may provide another evaluation of others outside the peer structure
and family.
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Student-Teacher Relationships

The nature of the relationship established between the student and his teachers is
related to a number of the factors that have been discussed earlier in the paper. Malpass
measured the degree of favorableness of students perceptions of teachers, classmates,
discipline, achievement, and school in general at the elementary level.35 Favorable
perceptions toward teachers and achievement correlated highly with grades even when
ability was controlled.

Davidso’. and Lang studied the relationship between children’s perception of their
ieachers’ attitudes toward them and their own self-image, academic achievement, and
classroom behavior.5¢ Children’s self-perceptions were found to be similar to their
perceptions of teachers’ feelings toward them. Also the more fivorable the child’s
perception of his teachers’ feelings, the Figher his achievement rating.

Ryan conducted a major study of teacher characterisucs and related these
characteristics to pupil behavior.3’/ He found for example that pupils were responsible
and participated in classes where the teacher was original and adaptable. At the
elementary level Christensen, found achievement in arithmetic and vocabulary to be
greater for students whose teachers had high scores on a warmth scale.38

All of these studies suggest the existence of a relationship between teacher behavior
and student behavior. This relationship appears to influence achievement motivation as
well as achievement although, this influence appears to be greatest at the elementary
level.

Language

Language is important to academic performance not only because it is a subject
taught in the schools but it is also the medium of instruction. In particular the home
environment is the crucial factor that influences the development of the language facilit3y.

Bernstein studied the relationship of language development of social class. 9
According to his observations children from middle class homes speak a well developed
formal languagc, whereas, lower class children speak a vernacular comprised of short
incomplete sentences. This differential language facility affects their intellectual
development and academic performance.

Much of a child’s language development takes place before he reaches the school as
documented by Davis’ study of linguistic development.“*0 However, even after a child
enters school the family continues to affect this use of language. Milner found, for
example, tlat the verbal interaction between the child and his parents has a significant
affect on th:ie development of his ability to read in the first grade.‘”

Language “sage in the home is particularly important in the present study since in
many Mexican-American families, Spanish continues to be the predominant language
spoken in the home even among third and fourth generation immigrant families.




SURVEY DESIGN

A model that summarizes the results of the studies reviewed in the previous section,
and which forms the basis for the present research is depicted in Fig.v¢ 3. Aspects of the
home environment that have been identified by other studies as relevant to the child’s
academic achievement and achievement motivation inciude patterns of language usage
among members of the family, the nature of the achievement values held by the parents,
the degree of achievement press experienced by the children, the educational levels of the
mother and father and the occupational status of the father.

FIGURE 3

It is hypothesized that the child’s achievement in school, achievement values,
self-concept of ability, post high school plans, participation in extracurricular school
activities, and attitudes toward his teachers and the school will be significantly related to
the structure of the home environment as described by the characteristics previously
enumerated.

Since, as cited earlier in the paper, a number of studies have demonstrated unique
characteristics of Mexican-American families, one of the major purposes of this study is
to explore differences in the family environment among four generations of
Mexican-Americans and to compare Mexican-American families with families with other
national origins. In this way we hope to identify cultural characteristics that affect the
Mexican-American child’s relationship to the school. Furthermore, we hope to better
understand the process of socio-cultural change.

In order to examine the questions that were raised regarding socio-cultural change
among Mexican-Americans and environmental factors that influence the achievement of
Mexican-American children in the school, a preliminary study was undertaken in a
Southwesicrn community. Situated approximately fifty miles from the Mexican border,
the town currently boasts a population of approximately 50,000. Mexican-American
families make up abcut fifty percent of the population. A sample of one hundred
fifty-seven families with children in the public schools was drawn. In order to ensure that
several generations of Mexican-American families would be represented in the sample as
well as families with other national origins, families with children at all three levels of the
public schools - elementary, junior high and senjor high - were stratified as shown in Table
1. From each stratum a random sample was drawn.

TABLE 1

In order to assess the characteristics of each child included in the model, a
questionnaire was constructed and administered to all of the children from the families
included in the sample who are presently attending the public schools. In all, 668 children
completed the questionnaire. Also, the last semester English and mathematics grades for
each child were obtained from school records.




FACTOR ANALYSIS OF THE STUDENT DATA

A sub-set of 30 questions from the 140 item student questionnaire was factor
analyzed for a sample of 263 junior and senior high school students. The general purpose
of the factor analysis was to identify the smallest set of dimensions that accounted for
intercorrelations among the items. Following the identification of these factors, factor
scores were calculated using the short regression methed for each indivzldual.42 The
advantages of factor analysis and the utilization of factor scores in the subsequent
analysis are: first, factor analysis permits the examination of construct validity of such
hypothetical concepts as achievement press, for which questionnaire items were
constructed; second, the computation of factor scores permits an appreciable reduction in
the number of variables dealt with in the study and allows us to account for relationships
among these variables by a more cohesive set of dimensions; third, the factor scores
obtained using the Kaiser Varimax Rotation are orthogonal, that is, are uncorrelated.

The results of the factor analysis using the sub-set of 30 items resulted in the
identification of nine factors that accounted for 65.57 percent of the total variance. (See
Table 2).

TABLE 2

Table 3 presents a brief description of the questionnaire items and factor loadings
for each of the nine factors. The complete questions and responses are included in the
appendix as are the intercorrelation matrix and the entire orthogonal factor matrix. The
nine factors that were identified are described in subsequent sections of the paper.

TABLE 3
Language Usage in the Family

The first factor identified concerns the pattern of language usage among members of
the family. Questionnaire items that make up this factor include the degree to which
Spanish and/or English are used in conversations among members of the family and with
close personal friends. Also, two of the questions ascertain the types of radio programs
(Spanish o English) that are usually listened to by the parents and the child.

Student’s Desire to Achieve in School

Factor two appears to reflect a general desire on the part of the child to seek
recognition and to compete for success in school by getting good grades. This desire for
success is coupled with an assessment of the relevance of school to everyday life. It is
rather interesting to note that the child’s desire to excel in school work is quite unrelated
to the parent’s attitudes in this respect.




Participation in Extracurricular Activities

The third factor reflects participation in the extracurricular or co-curricular area of
school life. The four measures that load on this factor include a wide range of activities
from academically oriented clubs to social and athietic activities. Slightly higher loadings
are evident on the social and athletic items. This factor relects the child’s relationship to
the adolescent subculture of the school, rather than his relationship to other members of
his family or to the academic aspects of the school.

Parental Stress on Academic Achievement

The strength of the parents’ desire for the child to achieve in the school is suggested
by the fourth factor extracted. The two questions shown in Tabie 3 reflect the parents’
attitude toward school achievement and are unrelated to the student’s own attitudes.
Interestly, this lack of a relationship between parent and child with regard to educational
goals may explain why there is often incongruence between the family and the
adolescent’s educational goals during adolescence.

Parental Stress on Completing High School

The fifth factor is indicative of the parents’ demand for the child to complete high
school. Note in particular that the loading for the mother as seen in Table 3 is higher than
for the father. However, the child’s perceptions of both his mother’s and father’s
attitudes regarding the necessity for completing high school appear to be related to his
own desire to complete high school despite possible job opportunities.

Parental Stress on Attending College

The sixth factor appears to relate the amount of stress the parents place on attaining
a college education and the child’s desire to attend college, technical or vocational school
after completing high school. Moreover, both factors five and six embody a future time
orientation which may be related to the child’s vocational aspirations. The necessity of
completing high school and attending college, then, may be viewed by the child as
necessary prerequisites to achieving his vocational goals.

Parental Assistance With School Work

Factor seven reflects the amount of parental assistance with school work as reported
by the child. As a factor it is quite distinct from the child’s perception of stress or
pressure to do well in school, to complete high school and to attend college. Here the
emphasis is upon cooperation between parents and children in obtaining academic or
school success.
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Self-Concept of Ability

The questionnaire items that load on factor eight appear to measure the child’s
perceptious of his capacity in comparison to his peers. Also, it included the questions that
assess his confidence in succeeding in high school and college However, this measure of
self-concept is distinct from the child’s perceptions that others (parents or peers) have of
his ability.

Student’s Educational Aspirations

The ninth factor that emerges from the analysis, while not as clear cut as the others,
apparently reflects a general level of educational aspiration. Items loading on this factor
include dissapointment expressed by the child in the event that he were unable to
complete high school, frequency of intentional absences from school, and the child’s
perception of his ability to compliete college. It appears to combine the child’s own desire
to complete high school and to attend college and his self appraisal of his ability to
accomplish these goals.

The Family, the Child and Achievement

These nine factors, then, provide measures of the child’s attitudes and relationships
in the school, the attitudes of the family towards education, and the degree to which the
child’s family supports his educational aspirations. The factors which describe the home
environment include: the patterns of language usage in the home, the amount of
emphasis placed on achievement (that is, getting good grades), completing high school,
and going on to college, and the extent to which each parent assists the child with his
school work.

The four factors that measure the child’s attitudes toward school are: the degree
and kind of participation in extracurricular activities, his desire to achieve in school, the
child’s concept of his own ability, and his educational aspirations.

Identification of these factors now permits us to examine differences among several
generations of Mexican-American families on these characteristics. Mexican-American
families will also be coinpared to familics whose ancestors were born in other parts of the
world and to non-Spanish speaking students born in the United States. The importance of
studies, such as the one reported here, is that an understanding of the relationship of
cultural factors to success 7 the school and the process of socio-cultural change within
specific cultural groups is the first step toward enabling educators to alter existing
educational programs for such groups.

MULTIPLE COMPARISONS AMONG THE SEVEN GROUPS

From the outset, one of the major purposes of this study has been to identify
unique characteristics of Mexican-American families and to study the differential effect
of family background on achievement. A stratified sample of families was drawn so as to
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include families that have resided in the United States for one to five generations. In this
section a number of planned comparisons among the group means have been performed.
The seven gronps described earlier were compared on two measures of student
achievement, t'.ree sociocconomic characteristics, and the nine factors that characterize
the student’s achievement motivation and his parent’s stress on education. Planned
comparisons in this case have been performed in lieu of an analysis of variance since the
primary interest is in a number of specific comparisons among the groups. Planned
comparisons have the advantage of being more powerful in detecting differences when
they exist than the various post hoc methods used after detecting a significant F-ratio in
analysis of variance.

The means for each group on each of the fourteen variables is shown in Table 4.
These group means are based on samples of nineteen, thirty-six, thirty-two, thirty-four,
fifty-nine, ten, and seventy-one, students, respectively.

TABLE 4

Table 5 gives the results of the multiple comparisons among the group means on
each of the variables that characterize the student and his family.

TABLE 5

Mexican-American high school students on the whole receive lower grades in English
than their classmates. Due to the coding of the grades (A was coded 1, B was coded 2,
eic.) a low score in Table 4 represents a high grade. One would suspect such a finding,
especially in light of the evidence that Spanish persists even among fourth generation
families as the predominant language used in the home. An examination of Tables 4 and 5
reveals this fact. It is rather interesting to note, however, that children frem fcurth
generation families that evidence little or no use of English in the home (group 4)
apparently experience the most difficulty with English instruction in the school. Lack of
exposure to the English language, other than during school hours, obviously has a
debilitating affect on the child’s mastery of English.

In contrast to English, there appears to be no significant differences in mathematical
competence between Mexican-American students and other students. Furthermore, there
appears to be no difference in mathematics grades among children from the four
generations.

All three of the socioeconomic factors differentiate Mexican-American families from
the other families. The relatively iow level of father’s education appears to persist even
among fourth generation families despite gradual improvement in education from
generation to generation. This finding agrees with the studies cited earlier that
documented the educational gap among the Mexican-Americans. A low level of formal
education is especially characteristic of the older generation.

On the other hand there appears to be a significant improvement in occupational
level among third generation families. Also the same improvement in occupation occurs
among those fourth generation families that adopt English in the home in addition to




11

Spanish. This is rather surprising in light of the consistently low educational level of male
adults across four generations. One explanation of this phenomenon may have to do with
the patterns of language usage in the home. The improved occupational level of the father
corresponds to a significant increase in the use of English in the home. If one examines
Table 5, both group three and group five manifest a significant increase in both the use of
English in the home and the father’s occupational status. This finding suggests that aside
from formal educational attainment, an increased language facility leads to better job
opportunities for Mexican-American males.

Like the father, the mother’s education steadily improves from the first to the
fourth generation. Despite this improvement, however, the mother’s educational level
among Mexican-American families remains significantly below that of other familics.

Not too surprisingly language usage sharply differentiates Mexican-American
children from other children. Apparently, to a large degree Spanish continues to be used
in the home even after four generations have lived in the United States. However, group
five is made up of fourth generation families that have adopted English to a much greater
degree than the other Mexican-American families. Moreover, there appears to be a
significant increase in the use of English among third generation families when compared
to first and second generation families that retain the Spanish language almost entirely.

The second factor extracted from the student questionnaire measures the child’s
desire to compete with his classmates in school and to excell in terms of grades. Due tc
the negative regression weights from the factor analysis, a high positive score indicates a
strong desire on the part of the student to attain high grades in school. Significantly, a
large difference in achievement motivation exists between Mexican-American high school
students and their peers. Mexican-American children in groups one through five express a
stronger desire to obtain high grades than the other children. Moreover, an examination
of Table 5 reveals that Mexican-American children on the whole experience as much
pressure to achieve good grades in school, complete high school, and attend college from
their parents as their contemporaries. These two findings strongly contradict the
stereotype of rhe Mexican-American family as placing little emphasis on education.
Furthermore, this interpretation is also borne out, when one examines the factor that
indicates the degree to which children report parental assistance with their school work.
On the whole there appears to be little or no difference between Mexican-American
children and other children with repect to this factor, although, examination of the
means reveals that the amount of assistance that children report increases with each
generation. Again because of the direction of the scale, a low score indicates more
parental assistance with school work.

When one examines the comparisons among groups on the other student variables,
additional insight is gained. The F-ratio for the comparison of the four generations of
Mexican-American children to children in groups six and seven on the degree of
extracurricular pariicipation does not exceed the critical value for significance. An
examination of the group means suggests, however, that group six participates in these
activities to a far greater extent than the other groups, although this finding may be an
artifact of the small sample of ten students in group six. A high score in this instance
indicates low participation in extracurricular activities.
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The same observation can be made concerning the mean factor scores for
self-concept of ability. The mean scores for greups six and seven indicate higher scores on
the average for children iu these two groups than for children in groups one through five.
The scale is negative in direction with a high negative value indicating greater confidence
on the part of the student in his ability to succeed in school. Again, however, the
significance test in Table 5 fails to show this difference.

There may indeed be no significant difference between Mexican-American students
and their classmates on either of these variables. However, one suspects that differences
do exist and that the failure to detect them in this instance is a result of the inflated error
term in the analysis, since the preliminary analysis has utilized a one factor design. These
data are currently being reexamined to determine if this is indeed the case.

While there is no difference between Mexican-American children and others on the
factor that measures the student’s general educational aspirations, a difference does exist
between children from first and second generation Mexican-American families. There
appears to be a dramatic change in educational aspirations among children from second
generation families. In contrast to the first generation, they evidence a heightened desire
to complete a high school education.

The results of studies reviewed earlier in the paper suggest that all of these factors
are related in varying d:grees to the child’s performance in the schools. Now that we have
examired variations among groups on each of these dimensions, the next section will
examine their relationship to the child’s achievement in school.

MULTIPLE REGRESSION ANALYSIS RELATING HOME BACKGROUND
AND ACHIEVEMENT MOTIVATION TO GRADES IN ENGLISH AND MATHEMATICS

Multiple regression permits the prediction of a criterion, in the present study grades
in English and mathematics, from a set of predictor variables, such as the home
background factors discussed earlier.#4 After the amount of variance of the criterion or
dependent variable i3 empirically determined, a regression equation is determined which
will maximize the viriance in the criterion that can be predicted from knowledge of the
set of independent variables or predictors.

Stepwise regression permits us to select those independent variables that contribute
the most to the predictionn of the criterion. Only those variables, characteristics of the
student and his family 1n the present study, thai significantly confribute to the prediction
of the criterion (grades), a.e retained in the final regression equation.

A regression analysis \vas undertaken to explore the rclationship that exists between
success in high school anc the factors that characterize thc student and his home
environment. The nine factor scores characterizing the student and his family, the sex of
the student, the mother’s eaucational level, and the father’s educaticnal level and
occupation comprised the set of predictor variables. English grades were used as the
criterion in one analysis. Mathematics grades were related to the independent variables in
the second regression analysis.

In Table 6, variables which significantly contribute to the prediction of high school
English grades and mathematics grades are indicated. The beta coefficients for each
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independent variable indicates the rclative contribution of that variable to the prediction
equation.

TABLE 6

The multiple regression equation for the prediction of English grades has an F-ratio
of 10.60 which is significant beyond the 0.001 level. The multiple correlation coefficient
is 0.48 indicating that 23 percent of the variance in English grades amonyg the high school
students is predictable from seven variables that characterize the student and his home.
The beta coefficients 1in Table 6 indicate that the student’s score on the factor measuring
his self-concept of ability is the most significant predictor of his achievement in English.
Self-concept of ability is foliowed in importance by sex, father’s education. the degree to
which English is used among members of the family, the amount of stress parents place
upon completing high school and attending college, and finally less pressure from parents
to achieve good grades in school in that order.

The results of this analysis, then, suggest that a student whose achievement in
Englisir is high as assessed by the grade he receives is typically a girl, with a favorable
self-appraisal of her ability in comparison to her peers, who comes from a family in which
English is spoken in the home. She also perceives her parents as strongly emphasizing
formal education, and her father, typically has completed high school and at least some
college.

Four of the variables that characterize the student and his family appear to predict
grades in high school mathematics. The mulitple correlation is 0.37 which means that
four variables account for 13.8 percent of the variance in mathematic grades. The F-ratio
for regression is 10.25 and, again, is significant beyond the 0.001 level.

As before, Table 6 indicates that self-concept of ability appears to contribute the
most to the prediction of the student’s success in school. Also, students who receive good
grades in English and in mathematics apparently experience less overt pressure from
parents to obtain high grades in school. Furthermore, these students perceive their
parents as emphasizing the value of a college education. This finding may suggest that
success in academic subjects such as English and mathematics may b2 enhanced if the
child and his parents believe that what is taught in high school is relcvant to future
academic success at the college level.

It is rather inter2sting to note that the student’s own desire to attain high grades is
significantly related to his level of achievement in mathematics, whereas, language factors
and father’s education do not appear to be related to the student’s mathematics grade.
Furthermore, there appears to be no significant difference between male and femiale
students as noted in predicting English grades.

Apparently, the home background of the child has a d:fferential influence on the
child’s success in various areas of school work. Success in English appears to be highly
dependent upon the general educational background of the father and the patterns of
language usage in the home. In contrast, the development of competence in mathematics
seems to be little influenced by either of these factors. instead, success in mathematics
appears to depend more directly upon the student’s desire to do well in the school.

",




14

A most significant finding is the importance of a favorable self-image to the
student’s success in mathematics and in English. Successful performance in both subjects
appears to be contingent upon a feeling of confidence on the part of the student in his
ability to compete with his peers. This self-image is a product of the child’s experiences in
relating to parents, peers, teachers and other adults. At the high school level the child’s
confidence in his ability may be highly influenced by success or failure at the lower
grades. Children, for example, who are retained in the first grade for an extra year, as are
many Mexican-American children in the Southwest, may begin early to form a negative
self-image that causes them to discount their ability to achieve at the level that the school
expects. Whatsmore, in communities w here thic Mexican-Amnerican child perceives that his
teachers cxpect little of him and consider him to be less capable than his Anglo
classmates, as was the case in two New Mexico communities studied by Anderson and
Safar,45 failure on the part of many Mexican-American children may be almost
foreordained.

SUMMARY AND IMPLICATIONS

Achievement and achicvement motivation have their origins in the home as
evidenced by a growing body of research; however, the relationship is rather complex.
Factor analysis of data from the student questionnaire administered to high school
students revealed several distinct dimensions characterizing the emphasis that parents’
place on education. The parents’ demand for achievement in the form of grades appears
to be independent of their desire for their children to complete high school. Parental
emphasis on high school graduation appears in turn to be independent of their emphasis
on attending college. These three demands, as experienced by the high school students
sampled in the present study, seem to characterize the attitude in the home toward
formal education. Another of the factors extracted from the student data indicates the
degree to which children report that their parents’ assist them with their school work.

It is rather significant that there appears to be little difference between
Mexican-American families and other families with respect to the amount of emphasis on
education that the child experiences in his home. This finding is in contradistinction to
the traditional notion that parents of Mexican-American children place little emphasis on
formal education. Moreoever, there is little or no difference in the amount of parental
emphasis on obtaining good grades in school, completing high school, and ultimately
attending college among four generations of Mexican-American families.

While the child’s desire to complete high school and attend college appear to be
related to the parents’ educational aspirations for their children, the child’s own desire to
compete and to achieve in the school, at least by the time he reaches high school, appears
to be somewhat independent of his parents desires in this respect. Whatsmore, the
Mexican-American children studied revealed a signifiantly high desire to succeed in school
and attain high grades. Moreover, thesc children experience the same high degree of
encouragement and assistance at home as do their classmates. This finding strongly
suggests that the failure of many Mexican-American children is the result of inadequate
educational programs and not the consequences of a low level of educational aspirations
on the part of parents and child as a number of writers have maintained.
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Large numbers of Mexican-Americans do fail in the schools.#0 Contributing to such
failure on the part of Mexican-American children may be the persistence of Spanish as the
major language spoken in the home. Even after residing in the United States for four
generations many of these families heavily rely upon Spanish for intercommunication
~~ong members of the family. Consequently, many Mexican-American children begin
school, where English is the language of communication, with language difficulties that
other children never face.

If this factor were to account for all the variance in academic success, however, you
might not expect other cthnic groups to exhibit similar patterns of failure. Researchers
have ably documented the relationship of socioeconomic status to academic success and
few would deny its pervasive influence. At thc same time, the variables which are the
cause or the effect of sociocconomic status are not clearly delimited. Nor is it known
whether lack of academic success is the causc of low ecconomic status or whether the
reverse is true.

The current study is attempting to identify those background variables and family
characteristics which appear to differentially affect thc success of Mexican-American
children in the schools. It has already been noted that there appears to be little difference
between Mexican-American families and other families with respect to such home
oriented factors as parental emphasis on obtaining good grades, completing high school
and attending college. However, there are significant language differences between Anglo
and Mexican-American families and a surprising stability in the use of Spanish in the
home among four generations of Mexican-American families. Furthermore, the results of
this preliminary study suggest that Mexican-American high school students may not
participate in the school’s extracurricular programs as much as their classmates. Also they
may not have as much confidence in their ability to succeed in school as other children.
However, it must be stressed that conclusive evidence concerning differences on these last
two factors is lacking so far

This study has alsc identified significant reiationships bctween certain background
variables and academic success as measured by teacher’s grades. Achievement in the
school appears to be differentially affected by these background variables. English
achiecvement, as one might expect, is influcnced by the language used in the home. Also
the educational level of the parents, in particular th¢ father, appears to be related to the
child’s mastery of this subject in school.

The amount of stress placed on formal educaiion by the parents, however, appears
to be more highly related to performance in Eng'ish than in mathematics. Two of the
factors that measure parental stress on cducational achievement significantly contribute
to the regression equation used to predict grades in English, namcly emphasis on
completing high school and attending college. In contrast only the parents’ desire for
their child to attend college apvears to be reiated to the student’s achievement in
matheriatics. This may reflect the parent’s appreciation of the importance of English in
the educational and occupational future of their children; whcreas, there may not be as
great a corresponding appreciation of the importance of mathematics aside fror a basic
arithmetic ability. In both instances students who do well in English and mathematics
experience less pressure from parents to get good grades.
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It is rather interesting that achiecvement in mathematics appears to be related to the
student’s own desire to achieve in school—-a motivational factor that docs not appear to
be significantly related to achievement in English. Moreover, achievement in both English
and nathematics appears to be strongly related to the student’s self-concept of ability.
His self-evaluation of his ability vis-a-vis his pcers is in both instances by far the most
significant factor in predicting the level of achievement in English and mathematics.

Probably one of the most significant findings that has so far emerged from this study
is the discovery that Mexican-American children may have less confidence in their ability
to successfully fulfill the expectations of their parents and the school than their :
contemporaries despite the high educational expectations of the child and his parents. If ;
this observation is borne out by future research, it may be possible to significantly
improve the academic perfoimance of many Mexican-American children by designing
educational programs that directly attempt to improve the degree of confidence that
Mexican-American children have in their ability to succeed in school.

Unfortunately, at present, the schools may differentially influence the development
of Mexican-American children’s appraisal of their ability insofar as educational programs,
in many instances, do little to compensate for the low level of competence in English
among these children, other than retaining many Mexican-American children for an
additional year in the first grade and thus almost guaranteeing failure and a negative ‘
experience from the very beginning.

What part the school does or can play in fostering achievement motivation and ;
greater self-confidence among students is an important question. The schools in the past
have taken several different approaches with Mexican-Americans. For example, the
schools have attempted to motivate students and to develop a value orientation toward
educaticn by emphasizing enrichment experiences. They have also attempted to better
satisfy the personal and social needs of these children. Some educators speak rather
generally about the necessity for the creation of an adequatc emotional and psychological
climate for education. All of these approaches are based primarily on tradition and expert
opinion. Most are attempts to reverse the influences that the child brings with him to
school with little emphasis upon alterir:g the institution itself

A number of school districts have attempted to isolate the problem, thus, the ethnic
group itself. These educators have favored homogeneous grouping in dealing with migrant
children or Spanish-speaking children. The notion that grouping these children in special
classes persists despite evidence that minority children’s academic performance is
adversely affected by being * ied the stimulation that occurs when they interact with
children from other ethnic groups and levels of abi]ity.47 In fact the results of Borg’s
study of the effects of ability grouping indicate that students evidenced lower scores on ‘:
self-concept variables when thcy were placed in homogeneous groups.48 The basic
program remains the same for all children in these schools only less is expected of the
children in the special programs and classes. Unfortunately, the goals of the educational
program and the methods utilized in attaining them all too often remain for many
students unrcalistic and unobtainable. Special remedial programs, homogeneous grouping
and the like to date have done little to make these rigid goals any more realistic for many
minority children.
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Certainly as demonstrated again in this study, no one ethnic group has a monopoly
on the problems that appear to be deleterious to educational achievement, namely, a low
level of educational aspirations on the part of parents and child coupled with a negative
elf-evaluation of ability to achieve in comparison with other children.

In fact, Martin Deutsch comes to a similar conclusion in attempting to account for
failure among minority groups in New York City. He summarizes his observations in the
following statement:

The thesis here is that the lower-class child enters the school situation so
poorly prepared to produce what the school demands that initial failures are
almost inevitable, and the school experience becomes negatively rather than
positively reinforced. Thus the child’s experience in school does nothing to
counteract the invidious influence to which he is exposed in his slum, and
scmetimes segregated neighborhoods.

...We know that it is difficult for all peoples to span cultural
discontinuities, and yet we make little if any effort to prepare administrative
personnel or teachers and guidance staff to assist the child in this transition from
one cultural context to another. This transition must have serious pyschological
consequences for the child, and probably jlays a major role in influencing his
later perceptions of other social institutions as he is introduced to them.

... The frustration inherent in not understanding, not succeeding, and not
being stimulated in the school—although being regulated by it, creates a basis for
the further development of negative self-images and low evaluations of individual
competencies .... No matter how the parents might aspire to a higher
achievement level for their child, their lack of knowledge as to the operational
implementation, combined "v1th the child’s early failure experiences in the school,
can so effectively attenuatc cer ‘dence in his ability ever to haniile competently
challenge in the academic are. ‘.1at the child loses all motivation. 9

The schools, then, must more fully recognize this fact and develop the capacity to
alter self-concepts and educational aspirations, important factors in every child’s ability
to achieve academic success. Such a response on the part of the school will require a more
imaginative and flexible program than has been offered in general in the past.
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APPENDIX 1
STUDENT QUESTIONNAIRE
SECTION 1
1. IamaBOY (A) GIRL (B)

ONLY ANSWER THE FOLLOWING QUESTIONS IF YOU ARE NGW LIVING WITH
YOUR FATHER CR STEPFATHER

17. How far did he go through school?

(A) Never went to school

(B) Some grade school

% (C) Finished grade school

(D) Some high school

(E) Graduated from high school ,
(F) Trade or technical school ’
(G) Some college f
(H) Graduated from college
(I) Idor’tknow

18. How much help does he give you with your school work?

*1 (A) Almost everytime I ask
. (B) Most of the time

(C) About half the time
(D) Once in awhile

(E) Never

19. How much does he want you to finish high school? ;

B (A) Insists that I go

% (B) Wants me to finish, but lets me decide

(C) Doesn’t care

(D) Rather that I didn’t, but will let me finish if I want to
(E) Won’t let me finish high school

70. How much does he want you to get good grades?

(A) He putsa lot of pressure on me
(B) He gets after me frequently 1
(C) He urges me to do well once in awhile
; (D) Lets me do as I please ‘
(E) Doesn’t care
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How much does he want you to attend coilege?

(A) Insists that I go

(B) Wants mie to go, but lets me decide

(C) Doesn’t care

(D) Rather that I didn’t, but will let me go if I want to
(E) Won’t let me go

What work does he do? You may fina his exact job listed, but check the description
that comes closest. If he is out of work or retired, mark the one he usually did.
Mark only his main job if he has more than one.

(A) Unskilled Laborer (such as cannery worker, janitor, general hospital
employee, farm laborer, window cleaner, hod carrier, general
construction laborers)

(B) Skilled Manual Employee (such as auto body repairman, diemaker, fireman,
radio-T.V. repairman, printer, carpenter, plumber. welder, butcher and
barber)

(C) Clerical and Sales (such as bank teller, railroad conductor, shipping or
warehouse clerk, draftsman, supervisor of maintenance, timekeeper)

(D) Administrative, Small Business and Semi-professional (such as credit manager,
gas station owner, plumbing contractor, mortician, railroad dispatcher,
deputy sheriff)

(E) Professional or Managerial (such as army major, lumber yard owner, lawyer,
physician, teacher or pharmacist)

(F) Heis unemployed

ONLY ANSWER THE FOLLOWING QUESTIONS IF YOU ARE NOW LIVING WITH
YOUR MOTHER OR STEPMOTHER.

23.

24.

How often does she help you with your school work?

(A) Almost everytime [ ask
(B) Most of the times I ask
(C) About half the time
(D) Once in awhile

(E) Never

How far did she go through school?

(A) Never went to school
(B) ‘ome grade school
(C) Finished grade school
(D) Some high school
(see next page)
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25.

26.

27.

36.

43.

(E)
(F)
(G)
(H)
(I

Graduated from high school
Trade or technical school
Some college

Graduated from college
Don’t know

How much does she want you to finish high school?

(A)
(B)
(C)
(D)
(E)

Insists that I go

Wants me to finish, but lets me decide

Doesn’t care

Rather that I didn’t, but will let me finish if I want to
Doesn’t care

How much does she want you to get good grades?

(A)
(B)
©)
(D)
(E)

She puts a lot of pressure on me

She gets after me frequently

She urges me to do well once in awhile
Lets me do as I please

Doesn’t care

How much does she want you to attend college?

(A)
(B)
©)
(D)
(E)

Won'’t let me go

Rather that I didn’t, but will let me go if [ want to
Doesn’t care

Wants me to go, but lets me decide

Insists that I go

Consider your close personal friends. What language do they speak?

(A)
(B)
(©)
(D)
(E)

English all the time

English most of the time

English about half of the time

A language other than English most of the time
A language other than English all of the time

What language do your parents speak to each other?

(A)
(B)
©)
(D)
(E)

English all of the time

English most of the time

English about half of the time

A language other than English most of the time
A language other than English all of the time
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44, What language do you use in talking to your brothers and sisters?

(A) English all of the time

(B) English most of the time

(C) English about half of the time ;
: (D) A language other than English most of the time
(E) A language other than English all of the time

, 45. What language do you use in talking to your parents?

(A) English ali of the time

(B) English most of the time

(C) English about half of the time

(D) A language other than English most of the time |
(E) A language other than English all of the time ;

T e

46. In what language are the radio programs that your parents listen to?

T TR T e e e T

(A) English all of the time

(B) English most of the time

(C) English about half of the time

(D) A language other than English most of the time
(E) A language other than English all of the time

* 47. In what language are the radio programs that you listen to?

ol s i Ta yer ot A s D

(A) English all of the time .
(B) English most of the time
(C) English about half of the time
(D) A language other than English most of the time
(E) A language other than English all of the time *

SECTION 2

34, What are your plans following high school?

(A) Go to college

(B) Go to vocational or trade school

(C) Go to work

(D) Get married and become a housewife
(E) Join the Armed Services

(F) Undecided
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35.  “I feel that I just cannot learn.”

(A) Never

(B) Seldom
: (C) Sometimes
(D) Most of the time
(E) Always

37. Would you be disappointed if you couldn’t finish high school?

(A) Very disappointed
(B) Disappointed

(Cy) Undecided

(D) Glad

(E) Very glad

41. During the last school year, did you ever stay away from school just because you
didri’t want to come?

(A) No

(B) Yes, for 1 or 2 days

(C) Yes, for 3 to 6 days

(D) Yes, for7 to 15 days
(E) Yes, for 16 or more days

47. How active are you in athletics (include intramurals also) during this school year?

; (A) Very active (hold offices, help organize, attend most meetings, etc.)

p (B) Fairly active (attend most meetings, am interested in holding an office, etc.)
,_ (C) Participate (attend about half of the meetings)

i (D) Seldom participate (attend a few meetings, attend special events, etc.)

: (E) Do not participate at all

(F) Our school does not have this activity

48. How active are you in academic clubs, service clubs. and hobby clubs {science,
math, English, photography, chess, etc.)?

(A) Very active (hold offices, help organize, attend most meetings, etc.)

(B) Fairly active (attend most meetings, am interested in holding an office, etc.)
(C) Pariicipate (attend about half of the meetings)

(D) Seldom participate (attend a few meetings, attend special events, etc.)

(E) Do not participate at all

(F) Our school does not have these activities
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49. How active are you in speech, dramatics, and music (plays, debates, band,
orchestra, choir, glce club, etc.)?

(A) Very active (hold offices, help organize, attend most mee.ings, etc.)

(B) Fairly active (attend most meetings, am interested in holding an office, etc.)
(C) Participate (attend about half of the meetings)

(D) Seldom participate (attend a few meetings, attend special events, etc.)

(E) Do not participate at all

(F) Our school does not have these activities

50. How active are you in school social activities (school dances, school parties, etc.)?

(A) Very active (hold offices, help organize, attend most meetings, etc.)

(B) Fairly active (attend most meetings, am interested in holding an office, etc.)
(C) Participate (attend about half of the meetings)

(D) Seldom participate (attend a few meetings, attend special events, etc.)

(E) Do not participate at all

(F) Our school does not have those activities

53. How much of what you are studying in school do you think will be valuable to you
in everyday living?

(A) Practically everything I am studing

(B) Most of the things I am studing

i (C) Abocut half the things I am studing

(D) Much less than half of the things I am studing
(E) Very few of the things I am studing

j 54. If you could quit school and get a job that paid $75 a week right now, what would
] you do? :

(A) I would definitely take the job

(B) I would think seriously about it and might quit school
(C) Undecided

(D) 1 would think about it but probably stay in school
(E) I would definitely stay in school s

60. How do you rate yourself in school ability compared with your close friends? 4

(A) I am among the best

f (B) I am above average
| (C) I am average
(D) I am below average
(E) I am among the poorest
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61.

62.

63.

64.

65.

How do you rate yourself in school ability compared to all other people your age?

(A) 1 am among the best
(B) I am above average

(C) T am average

(D) I am below average

(E) I am among the poorest

Do you think you have the ability to complete high school?

(A) Yes, definitely
(B) Yes. probably
(C) Taon’t know
(D) Probably not
(E) Definitely not

Do you think you have the ability to complete college?

(A) Yes, definitely
(B) Yes, probably
(C) Idon’t know
(D) Probably not
(E) Definitely not

In your school work, how often do you try to do better than others?

(A) Always

(B) Most of the time
(C) Sometimes

(D) Seldom

(E) Never

How important to you are good grades compared with other aspects of school?

(A) The most important

(B) Among the most important

(C) Just as important as other things
(D) Not so important

(E) The least important
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VARIABLE

I-18
I-19
1-20
1-21
1-23
1-25
I-26
1-27
I-36
1-43
1-44
I-45
I-46
1-47
I1-34
II-35
o-37
I1-41
II-47
I1-48
I1-49
II-50
II-53
II-54
II-60
II-61
II-62
II-63
II-64
II-65

0.2926
-0.0404
-0.0940
0.1597
0.1109
0.0366
-0.0539
0.0527
-0.8039
-0.8595
-0.8358
-0.9075
0.8158
0.6423
0.3151
0.1104
0.1118

0.1857

0.J184
-0.0348
0.2120

0.0051
<0.0330

0.2066

0.0389
0.1456
-0.2708
0.2116

0.1812

0.0469

-0.0609
0.0033
0.0322
-0.0579
0.0411
0.1048
-0.0905
0.0418
0.0899
0.1495
0.0559
0.0705
-0.0326
0.1234
0.0797
0.1616
0.2682
0.3574
-0.0891
<0.0561
0.0892
0.0492
0.7559
0.0758
0.0156
0.0912
0.1351
0.0683
-0.5459
0.7017

0.0086
-0.0841
0.0620
0.0398
0.1066
-0.0838
0.0587
0.0163
-0.0536
0.0915
0.0727
0.0931
-0.0345
-0.0326
0.1326
-0.1049
-0.1298
-0.0062
0.7358
0.6747
0.5419
0.7918
0.0140
0.1236
0.0810
0.1185
0.0806
0.1308
0.1163
0.0468

APPENDIX 111

ORTHOGONAL FACTOR MATRIX

VARIMAX ROTATION

v

0.1195
0.2184
0.7943
0.1875
0.1289
0.0258
-0.8360
0.0818
0.0699
0.0161
0.0401
0.0648
0.1588
0.2396
0.0489
0.3189
0.0913
0.0214
0.1665
0.0917
0.0428
-0.0429
0.0500
0.1691
-0.0885
0.1852
0.1128
0.0672
0.1651
-0.0675

FACTOR LOADINGS

0.1014
0.7279
-0.0666
0.0439
0.0660
0.8648
-0.0389
0.0668
0.0933
0.0175
0.1817
-0.1083
0.1136
0.0604
0.0464
0.1611
0.1721
0.2776
0.1075
0.1153
02182
0.0158
0.0282
0.5197
0.0483
0.0525
0.1194
0.0735
0.0046

&
=
S
o

Vi

0.0108
0.1159
0.1837%
0.8330
0.0767
0.0365
0.0608
-0.8606
0.0815
0.0950
0.0486
0.0582
0.1276
0.0581
0.5222
0.2133
0.0668
0.0192
0.1423
0.0238
0.0221
0.0565
0.0017
0.1101
0.0290
0.0419
0.0334
0.3208
-0.0042

0.0613

vl

0.8114
<0.0030
0.1491
0.0124
0.8544
0.0096
0.0998
-0.0669
0.0681
0.1972
0.0917
0.1418
0.1375
0.1468
-0.0054
0.1194
0.1792
0.2060
0.0113
0.0422
0.0939
0.0477
6.0379
0.0261
-0.0387
0.0148
-0.1062
0.2059
0.0680
0.0723

VIII

-0.0023
-0.0354
0.1137
0.1172
-0.0023
-0.0200
0.0920
0.0007
0.1530
0.0738
0.0764
0.0787
0.0650
-0.0503
0.1883
0.5660
0.2129
0.1234
-0.0264
0.2086
0.0852
0.0076
0.0970
0.2186
0.8447
0.7503
0.4835
0.4730
0.2125
-0.0211

IX

0.0341
0.0021
0.0051
0.0146
0.0144
0.0409
0.0248
-0.0282
0.0881
0.0058
0.0306
0.0416
0.0166
0.0440
0.3528
-0.2908
0.5441
0.4399
-0.0868
0.0557
0.4097
0.0600
0.2139
0.2617
0.0051
0.1515
0.2593
0.5048
0.1735
0.2863

COMMUNALITIES °

h2

0.7738
0.6011
0.7181
0.7756
0.7825
0.7715
0.7379
0.7619
0.7134
0.8237
0.7593
0.8847
0.7458
0.5194
0.5606
0.6419
0.5174
0.4915
0.6177
0.5304
0.5807
0.6407
0.6328
0.4917
0.7346
0.6687

0.4386

0.7006

0.4517

0.6029
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FIGURE 1

NATIONWIDE MEDIAN TEST SCORES
FIRST GRADE PUPILS!

1These data are taken from Equality of Educational Opportunity
(Washington, D.C.: GPO, 1966), OE-38000, Table 9, p.20.
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FIGURE 2

NATIONWIDE MEDIAN TEST SCORES
TWELFTH GRADE PUPILS!

'These data are taken from Equality of Educational Opportunity
(Washington, D.C.: GPGQ, 1966), OE-38000, Table 9, p. 20.




A MODEL OF ACHIEVEMENT MOTIVATION
AND ACHIEVEMENT

HOME
ENVIRONMENT

Patterns of
Language Usage

Stress on
Achievement

Educational
Aspirations
for children

Mother and Father’s
Educational Levei

Father’s Occupation

FIGURE 3

STUDENT’S
ACHIEVEMENT
MOTIVATION

Self-Concept
of Ability

Achievement
Motivation

Educational
Aspirations

Student’s Perception
of his teacher and
of the school

STUDENT’S
ACHIEVEMENT ;
Grades
in School




GROUPS

TABLE 1

FAMILIES WITH CHILDREN AT
ALL THREE LEVELS OF THE
PUBLIC SCHOOLS STRATIFIED BY
NATIONALITY AND BY GENERATION

NATIONALITY POPULATION
First Generation
Mexican-Americans 14

Second Generation

Mexican-Americans 19
Third Generation
Mexican-Americans 24

Fourth Generation
Mexican-Americans

(Spanish spoken in

the home) 21

Fourth Generation
Mexican-Americans

(Spanish and English

spoken in the home) 71

First to fourth

generation

Nationality other than
Mexican-American 11

Fifth Generation
or more
All nationalities 56

TOTAL 216

SAMPLE

14

19

24

21

36

11

38
163



TABLE 2

CHARACTERISTIC ROOTS AND CUMULATIVE
PERCENTAGE OF VARIANCE ACCOUNTED FOR BY
THE NINE FACTORS EXTRACTED IN THE FACTOR ANALYSIS

5;
FACTOR CHARACTERISTIC CUMULATIVE
ROOT PERCENTAGE OF TRACE
1 5.8459 19.49
2 2.9315 29.26
3 2.3463 37.08
4 1.9691 43.64
5 1.6166 49.03
6 1.4710 53.94
7 1.3199 58.34
8 1.1304 62.10
9 1.0401 65.57




TABLE 3

FACTOR LOADINGS AND COMMUNALITIES FOR
THIRTY STUDENT QUESTSONNAIRE ITEMS

FACTOR LOADING

QUESTIONNAIRE GENERAL CONTENT 1 i m v v Vi Vil viii IX COMMUNALITY
ITEM NO. nl

Language Usage
n the Family

I-36 Language used with £0.8039 0.7134

K personal friends

[- 43 Language used by 0.8595 0.8237

parents to cach other

0.7593

1-44 Language used with 0.8358
brothers and sisters

[-45 Langusge uced
between child and 0.9075 0.8847
parent

1-46 Language of nadio
programs listened 0.8158
to by parents

i

0.7458

oy it B

1-47 Langaag* of Radio
programs listened 0.6423 0.5194
to by child

Detire to Achicve
in School E
fH-s3 How valugble will 0.7559 0.6328 i
school work be to
’ you in everyday life? ,

0.4517

\ 11— 64 Do you try to do 0.5459
better than others
F in school?

I1-65 How important is it 0.7017 0.6029
to you to get good
grades?

Participation in
Extracurricular Activities

| 1-47 Participation in 0.7358 0.6177
: athletics

: m-48 Participation in 0.6747 0.5304
clubs

11-49 Participation in 0.5419 0.5807

speech, drama, music
- 50 Participation in school 0.7918 0.6407
social activities

Parental Stress on
Academic Achievement ¢
1-20 Father wants you £0.7943 0.7181
\\.V to get good grades

1-26 Mother wants you £0.8360 0.7379
to get good grades

YA FullText Providad by ERIC
g e
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QUESTIONNAIRE
ITEM NO.

1-19

1-25

-544

1-21

1-27

i1-34

1-23

in-61

i1-62

n-37

n-4l

GENERAL CONTENT

Paren‘al Stress on
Completing High School

Father wants you
to finish high school

Mother wants you
to finish high school

Would you quit school
for a job?

Parental Stress on
Attending College

Father wants you
to attend college

Mother wants you
to attend college

Plans following
high school

Parental Assistance
With School Work

Father helps with
school work

Mother helps with
school work

Self-Concept
of Ability

I feel that | just
cannot leam

How do you compare
in ability with your
close friends?

How do you compare
in ability with others
your age?

Do you have the ability
to complete high school?

Do you have the ability
to complete college?

Educational Aspirations
Disappointment at
not finishing high

school

Intentional absence
from school

Participation in speech,
drama, music

Do you have the ability
to complete college?

TABLE 3 (Continucd)

FACTOR LOADING

i ] v v Vi vit
£0.7279
0.8648
05197
0.8330
0.8606
0.5222
08114
0.8544

vul

0.5660

0.8447

0.7503

04835

0.4730

1X

0.5441

0.4339

0.4097

0.5048

COMMszlAI.lTY
h

0.6011

0.7715

0.4917

0.7756

0.7619

0.5606

0.7738

0.7825

0.6419

0.7346

0.6687
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; TABLE 6
f STEFWISE MULTIPLE LINEAR REGIESSION
BETA COEFFICIENTS
INDEPENDENT DEPENDENT VARIABLE
VARIABLES
| English Mathematics
1
1 Self-concept
of Ability 0.3097 0.3059
"f Sex: Female 0.2044
Father’s Education £0.1512
Language Usage
in the Family £0.1416
Parental Stress on
Academic Achievement 0.0966 0.1256
Student’s Desire to
Achieve in School 0.1204
Parental Stress on
Completing, High School 0.1110
: Parental Stress on
4 Attending College 0.1050 0.1011




